and secondary teaching involves intensive interaction with youngsters, the work of teachers is done largely in isolation from€olleagues. This isolation can be especially difficult for newcomers, who, upon accepting a position in a school, are frequently left to succeed or fail on their own within the confines of their classrooms -often likened to a "lost at sea" or "sink or swim" experience. Other j| commentators go further, arguing that beginners tend to end ùp ià the most challenging and difficult classroom and school assignments, akin to a "trial by fire." Indeed, some have assailed teaching as an occupa tion that "cannibalizes its young." These are the very kinds of issues and problems that effective employee entry, orientation, and siloport programs -widely known as induction --seek to address. Teaching, however, has traditionally not had the kind of induction programs for new entrants common to many skilled blueand white-collar occupa tions and characteristic of many traditional professions.
This has changed in recent decades; induction for beginning teachers has become a major topic in education policy and reform. The'theory behind such programs holds thàt teaching is complex work, that pre employment teacher preparation is rarely sufficient to provide all the knowledge and skill necessary to successful teaching, and that a signifi cant portion of this knowledge can be acquired only on the job. This (Ingersoll & Merrill, 2010 .)
The first trend is what we call the "ballooning" of the teaching force. After two decades of flat growth, since the mid-1980s, the teaching force in the U.S.
has dramatically increased in size. The U.S. Census
Bureau indicates that K-12 teaching has long been one of the largest, if not the largest, occupational groups in the nation, and it is growing even larger. In the mid-1980s, student enrollments began to grow, and they have done so ever since; the teaching force has grown at the same time. decades -from about 50% in 1990to91% by 2008 (see Figure 2) . Moreover, these percentages don't tell the whole story. The large increase in the number of first-year teachers -the greening discussed above -has meant that, numerically, far more beginners are receiving support. In 1991, about 61,000 first year teachers participated in an induction or men toring program; by 2008, this had almost trebled, to about 179,000. As of the 2010-11 school year, 27 states required some kind of induction program for new teachers (Goldrick et al., 2012) .
However, while most beginning teachers now par ticipate in some kind of formal induction program, the kinds of support that schools provide to them vary (see .
After controlling for the background character istics of teachers and schools, we did find a link be tween beginning teachers' participation in induction programs and their retention. But we also found that the strength of the effect depended on the types and number of supports that beginning teachers re ceived. Participation in some types of activities in the first year was more effective at reducing turnover than participation in other types. The factors with the strongest effect were having a mentor teacher from one's subject area and having common plan ning or collaboration time with other teachers in one's subject area.
The data also revealed that the various types of in duction supports, activities, or practices rarely existed alone; schools or districts usually provide beginning teachers with different "packages" or "bundles" of components or supports. Collectively, getting multiple induction components had a strong effect on whether beginning teachers stayed or left. Moreover, as the number of components in the packages increased, both the number of teachers receiving the package and the likelihood of their turnover decreased. The effect depends on how much induction one gets and for how long.
Over the past couple of decades the number of be ginning teachers has ballooned and so has the num ber of beginners eligible for induction in any given school. This is important because induction is not free-especially the more comprehensive programs.
Thus far, we don't have much data and research on the relative costs and benefits of induction. Along with content and duration, induction programs also vary in their financial costs, and beyond the question of which kinds and amounts of assistance are most ef fective lies the question of which kinds and amounts of assistance are most cost-effective. Especially in periods of budget shortfalls, the "bang for buck" of such programs is, of course, crucial information for policy makers faced with deciding which programs to fund. This is an area in which the research com munity could provide useful guidance to the policy community. k
